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Abstract 
 
There is continuing concern at the paucity of social science graduates who have the quantitative 
skills required by academia and industry. Not only do students often lack the confidence to 
explore, and use, statistical techniques, the dominance of qualitative research in many 
disciplines has often constrained programme-level integration of more quantitative material. 
However, whilst the topic of statistical literacy is relatively well researched within the more 
general educational literature, the evidence-base with respect to the effectiveness of teaching 
and learning of quantitative research methods in the social science remains somewhat limited. 
This paper describes the development, integration, and evaluation of a series of student-led 
inquiry-based quantitative workbooks within a sociology/social policy undergraduate degree. 
It outlines how the workbooks were construcWLYHO\DOLJQHGZLWKLQDµPHWKRGVVSLQH¶DQGRIIHUV
some insight into quantitative teaching and learning generally. The paper goes on to discusses 
some of the opportunities and challenges of taking both an aligned and IBL approach to the 
teaching of quantitative methods. ,QGRLQJVRLWDGGVWRJURZLQJHYLGHQFHWKDWµSUREOHP-based 
SHGDJRJLHV¶ WHQG WR LQFUHDVH HGXFDWLRQDO JDLQ RYHU DQG DERYH PRUH GLGDFWLF DSSURDFKHV WR
learning and teaching. It highlights three key findings: programme-level approaches to 
curriculum design can be crucial in improving quantitative skills, particularly where they are 
tailored to student needs; a general indifference to quantitative methods is likely to be due to a 
process of disenfranchisement that happens before and during their engagement with 
university; and, meaningfully engaging students as partners in the process of designing, 
integrating, and evaluating curricula can help to overcome some of the barriers associated with 
the learning and teaching of quantitative skills.   
 
 
Keywords: constructive alignment, inquiry-based learning, quantitative methods, social 
sciences, student engagement  
 
Introduction 
 
Recent calls to establish an underlying pedagogy for the learning and teaching of quantitative 
techniques in the social sciences have highlighted the paucity of the evidence-base in the area, 
particularly with respect to the experiences of contemporary undergraduates themselves 
(MacInnes, 2012). Whilst the challenges of teaching quantitative methods in the social sciences 
are relatively well rehearsed (see Payne and Williams, 2011, for instance), evidencing effective 
solutions to these difficulties have proved much more elusive. 
 
The topic of statistical literacy is, of course, very well developed within more mathematically-
inclined arenas such as science and/or engineering. However, the entry requirements, the 
expectations of students, and the epistemological frameworks that shape the social sciences, 
are not necessarily the same as they are in disciplines such as physics and robotics. Simply 
transferring pedagogical techniques and experiences from one to the other is not necessarily a 
straight-forward task. Many students entering degree courses in the social sciences, and 
sociology and social policy in particular, have little knowledge of maths and statistics beyond 
the rudimentary requirements of GCSE level study (Byrne, 2012; Author). This is significant, 
as Parker et al. (2008: 11) note, ³WKHODFNRIVXVWDLQHGDQGZLGHVSUHDGPDWKHPDWLFVWUDLQLQJ
among secondary school students and their fear and suspicion of taking up maths or statistics 
RQFHLQXQLYHUVLW\FUHDWHVDVXEVWDQWLDOLPSHGLPHQWWRTXDQWLWDWLYHPHWKRGVWUDLQLQJ´,QGHHG
in our experience there is a general expectation amongst sociology/social policy students that 
there will be an emphasis on substantive ideas and issues. Furthermore, there is a tendency for 
qualitative approaches, including interviews and focus groups, to be favoured by social science 
entrants (Williams et al., 2008).  It is these interests that attract them to study for their social 
science degree, not statistical equations.  
 
This level of preparedness and interest can create a barrier between students and lecturers, with 
PDQ\µVWDWV¶PRGXOHVUHTXLULQJVXEVWDQWLDOPDWKHPDWLFDOVNLOORQRQHKDQGDQGNnowledge of 
dry technical literature on the other. This means that students are often anxious about 
undertaking quantitative methods modules, have a tendency to approach them with poor 
attitudes and misconceptions as to what it entails, and, fail to see their significance to the rest 
of their degree programme (see Earley et al., 2014). Not only do such barriers constrain the 
enthusiasm necessary to use quantitative data for sociological purpose, it can also lead to a 
(life-long) lack of interest in quantitative methods generally. The challenge for dedicated 
UHVHDUFKPHWKRGVOHFWXUHUVLVWKHUHIRUHWRKHOSWRGHYHORSWKHLUVWXGHQWV¶FRQILGHQFHLQXVLQJ
quantitative techniques in more engaging and meaningful ways.  
 
The difficulties of teaching and learning these techniques are reflected in the apparent paucity 
of social science graduates who have the quantitative skills required by academia and industry 
(see, for example, Irvine et al., 1979; and Wiles et al., 2009). These concerns typically detail 
WKHUHODWLYHVKRUWDJHRITXDQWLWDWLYHUHVHDUFKZLWKLQD8.FRQWH[W³EXWDOVRDVKRUWDJHRIWKH
quantitative research skills required ... to understand, and critically review, quantitative 
UHVHDUFK´*RUDUGHWDO,ITXDQWLWDWLYHGDWDLVWREHuseful, not only does it need to 
be used by skilled social scientists, any presentation of that data also needs to be understood 
and interpreted with critical awareness.  
 
Indeed, the need to promote statistical skills among social scientists is perhaps more prominent 
than ever. The commencement of the five-year Nuffield-funded Q-Step Centres in 2013 - a 
£19.5 million programme designed to promote a step-change in quantitative social science 
training - has once again underlined the need to establish quantitative skills as a cornerstone of 
the social science degree experience. Elsewhere, and as a part of their strategic plan for 2012-
WRHQFRXUDJHµUHIOHFWLRQDQGLQQRYDWLRQ¶LQWHDFKLQJWKHFKDOOHQJHVRIWHDFKLQJUHVHDUFK
methods have also been a key concern for the Higher Education Authority (HEA), with 
teaching research methods one of its three Social Science Strategic Priorities for 2013 ± 14. 
Within the priority there is recognition of the need share good practice in the area and focus on 
³WKHXVHRIRSHQHGXFDWLRQDOUHVRXUFHV2(5LQUHVHDUFKPHWKRGVWHDFKLQJ´+($D 
 
It is as a result of these initiatives that greater interest is being directed toward the underlying 
pedagogy of the field. However, exploring how social science students understand statistics in 
practice is likely to be crucial in developing more effective pedagogies. This paper details the 
GHYHORSPHQW DQG HYDOXDWLRQ RI D SURMHFW IXQGHG XQGHU WKH +($¶V 6RFLDO 6FLHQFH 6WUDWHJLF
Priorities for 2013 ± 14. It aimed to enable sociology/social policy students who have no prior 
statistical knowledge to develop the confidence and skills necessary for quantitative research. 
More specifically, the project involved the design implementation and evaluation of a series of 
inquiry-based workbooks (see http://www.social-policy.org.uk/uncategorized/doing-
quantitative-research-workbook-resources/ to access the workbooks) to provide undergraduate 
VRFLRORJ\DQGVRFLDOSROLF\VWXGHQWVZLWKµKDQGVRQ¶H[SHULHQFHRIZRUNLQJZLWKTXDQWLWDWLYH
data extracted from the teaching datasets held by Economic and Social Data Service (ESDS). 
7KHSDSHURXWOLQHVDUDWLRQDOHIRUWKHGHYHORSPHQWRIµVWXGHQW-OHG¶LQTXLU\-based quantitative 
workbooks, before describing how they were implemented within a whole curriculum approach 
WKDWHPSKDVLVHGWKHFRQVWUXFWLYHDOLJQPHQWRIDµPHWKRGVVSLQH¶2IIHULQJVRPHVWXGHQW-led 
insight into quantitative teaching and learning generally - and the evaluation of these initiatives 
specifically - the paper goes on to discuss some of the opportunities and challenges of taking 
both an aligned inquiry-based learning approach to the teaching of quantitative methods.   
 
Inquiry-Based Learning  
 
Inquiry-based learning (IBL) - VRPHWLPHVDOVRUHIHUUHGWRDVµDFWLYHOHDUQLQJPHWKRGV¶- can 
FRPHLQDYDULHW\RIIRUPVDQGXQGHUPDQ\GLIIHUHQWKHDGLQJV7KHVHLQFOXGHµFROODERUDWLYH
OHDUQLQJ¶µSUREOHP-EDVHGOHDUQLQJ¶µSHUIRUPDQFHOHDUQLQJ¶DQGHYHQµVHUYLFH-EDVHGOHDUQLQJ¶
What all these methods stress however, is a research-led and student-orientated approach to 
WHDFKLQJ DQG OHDUQLQJ ,%/ ³GHVFULEHV D FOXVWHU RI VWURQJO\ VWXGHQW-centred approaches to 
learning and teaching that are driveQE\LQTXLU\RUUHVHDUFK´/HY\HWDO,%/SURPRWHV
theoretically-informed practice-EDVHG OHDUQLQJ 2IWHQ WKLV PHDQV LQYROYLQJ ³VWXGHQWV LQ
discipline-based and interdisciplinary collaborative inquiries, develop[ing] students´ 
information literacy capabilities, and us[ing] information and communications technologies 
LPDJLQDWLYHO\ WR HQKDQFH WKH OHDUQLQJ H[SHULHQFH´ VHH /HY\ HW DO  IRU IXUWKHU
discussion). Of course, didactic approaches to teaching and learning can be useful, particularly 
in terms of providing background information or instructions regarding assessments. However, 
there is a danger that an overreliance on such approaches can encourage a lack of engagement 
from students. Indeed, Barraket (2005) has noted how, when introducing student-centred 
teaching methods in a masters-level social research methods course, students emphasised the 
need for integration of IBL approaches with more didactic teaching practice (see also Petress, 
2008).  
 It is evident that utilising IBL in teaching can have many benefits, particularly in respect to 
teaching and learning research methods. These include: a better understanding of the 
complexities and nuances of the research process; a better retention of skills; the development 
of higher levels of thinking, reasoning, critique, achievement, and motivation; developed levels 
of empowerment; better engagement with, and interest in, theory; and, higher evaluation scores 
and higher levels of satisfaction with their learning experience (Levy et al., 2010; Levy and 
Petrulis, 2012). Elsewhere Healey and Jenkins (2009) report that inquiry-based learning not 
only improved student grades, but helped students to develop a range of meta-cognitive and 
academic skills. These included: the ability to transfer skills across courses; improved 
engagement; changed understandings of what learning, teaching and research entails; and, 
improving the transition from secondary education to higher education in terms of retention. 
 
Of course, the relationship between inquiry-based learning and research understanding was 
well recognised by the classical sociologists of the Chicago School who instructed their 
VWXGHQWVWRµJHWWKHVHDWRIWKHLUSDQWVGLUW\LQUHDOUHVHDUFK¶VHH0F.LQQH\6). Indeed, as 
applied to research methods, IBL highlights the importance of both declarative and functional 
learning and involves doing research and reflecting on the process rather than just reading about 
it. 
 
However, whilst research methods modules remain a core element of sociological programmes, 
and despite all that they could provide in terms of research-led and inquiry-based approaches, 
there are a number of challenges in employing IBL techniques. The increasing stranglehold of 
University ethical review boards on research and student projects often make it difficult to 
design inquiry-based courses that satisfy the various remits of the review process. Any project 
needs to be achievable within the short turn-around times of semester long courses and not be 
overly draining on staff resources. Considerable innovation is often required to think of ways 
to develop IBL that either circumvents the need for ethical review, or can fast-track it. Large 
classes that are typical of research methods courses makes this even harder to achieve as the 
supervision and monitoring that is often required for students to do their own research can all-
too-easily become over-whelming (see Mulryan-Kyne, 2010). Similarly, research methods 
teaching is often beset with a revolving door of convenors, many of whom have an interest in 
method as a subsidiary of their other substantive interests. As many early career researchers 
also find themselves required to teach research methods through necessity rather than choice, 
any long-term commitment to the development of innovative methods courses that promote 
inquiry-based learning is similarly constrained. In fact, quantitative methods teaching is often 
perceived as a necessary evil by those not involved in its teaching (Williams et al., 2004). This 
is all compounded yet further by the modularisation of degree programmes that often tacitly 
divorces research methods modules from other programme content. Research methods skills 
are often not embedded within other programme areas (Williams et al., 2016).   
 
As a result, research skills are all-too-easily taught in a manner that does not support long-term 
retention or promote the central concern of sociology: the analysis of the social world (see also 
Atkinson and Hunt, 2008). This typically inYROYHVDUHOLDQFHRQDOLPLWHGUDQJHRIµFRYHUDOO¶
textbooks and assessments that focus on essays and/or multiple choice questionnaires. Whilst 
these approaches have some value in that they promote declarative understanding, they struggle 
to provide meaningful functional experience of the research process (see Biggs, 1996). Indeed, 
PDQ\ µWH[W-ERRN¶ DSSURDFKHV WR UHVHDUFK PHWKRGV DUH XQDEOH WR UHVSRQG WR WKH UHIOH[LYH
principles of sociological research itself and instead focus on prescriptive definitions and the 
well-rehearsed advantages and disadvantages of particular techniques. Students are all-too-
RIWHQ QRW UHTXLUHG WR DFWXDOO\ µJHW WKH VHDW RI WKHLU SDQWV GLUW\¶ RU DWWHPSW WR DSSO\ DQ\
NQRZOHGJHJDLQHGLQµUHDOZRUOG¶VHWWLQJV,QVKRUWPHWKRGRORJLFDO comprehension is divorced 
from practice-based experience. 
 
It is, therefore, unsurprising that many students often report that they do not enjoy the courses 
(Scheel, 2002). Reciprocally, many staff will often try to avoid teaching research methods 
modules due to a recurring shortage of student engagement or a lack of their own interest (see 
Lorenz and Bruton, 1996 for some discussion). The irony of this with respect to quantitative 
VNLOOVVSHFLILFDOO\KRZHYHULVWKDWIRUVRFLDOVFLHQWLVWVLQSDUWLFXODU³DODUJHQXPEHURIKLJK
quality national surveys are readily available and that expertise in the analysis and data 
management of large surveys is in great demand by HPSOR\HUV´ $UEHU7KHVH
datasets have huge potential for social scientists as they have both representative samples and 
a very broad range of subjects. The challenge for dedicated research methods lecturers in the 
social sciences is, thereforeWRKHOSWRGHYHORSWKHLUVWXGHQWV¶FRQILGHQFHLQXVLQJWKHGLYHUVH
range of resources on offer. 
 
Indeed, there are many practical advantages of using these datasets. They are free at the point 
of access; as a secondary source they negate the need for lengthy ethical review processes; and, 
WKH\DUHGLYHUVHLQVFRSHPHDQLQJWKDWWKH\FDQEHVKDSHGDURXQGWKHSURJUDPPHDQGVWXGHQWV¶
interests meaning that there is the potential for students to take ownership over their learning 
experiences. There are also onOLQHWRROVVXFKDVWKH8.'DWD6HUYLFH¶V1HVVWDU&DWDORJXHWKDW
promote ease of engagement. This is a visual data library that can be used to search, browse, 
download, and analyse a selected range of key social and economic data.  
 
One of the difficulties of using these sources, however, is that there is relatively little accessible 
material that is appropriate to introductory social research students. Although there are some 
very good introductory sources available for the more mathematically able social science 
students, for those who do not understand the technical language of maths and statistical 
thinking this resource can prove too difficult. Whilst not numerically illiterate, many students 
on methods courses do not understand or engage with the equation-led approaches offered in 
many standard texts and this often serves as a barrier to developing any interest in quantitative 
techniques (Author). Maths is, quite literally, a different language.  
 
From the perspective of teaching, it is also not often clear how to integrate the material within 
course structures in a way that is meaningful from the perspective of students. Indeed, the 
principles of constructive alignment dictate that teaching and learning take place in a whole 
system - classroom, department, and institution (see Biggs, 1996). All components within that 
system - the curriculum, its intended outcomes, the teaching methods and the assessment tasks 
- should be aligned with each other. This principle of deep integration applies to both topic 
content and the level of understanding that is required. Therefore quantitative teaching 
provision needs to be seen as a part of a whole system of teaching and learning that is suitably 
embedded within the programme curriculum. Furthermore the relevance of the content needs 
to be clearly articulated for students with respect to this wider curricula (Parker, 2011). In turn, 
such approaches should aim to enable students to conduct robust, rigorous, and reflective 
sociological research.  
 
Course structure and the µPHWKRGVVSLQH¶ 
 
Taking a student-led approach to curriculum development, methods provision at the 
Department of Sociological Studies, the University of Sheffield, has undergone substantial 
changes over recent years. In 2008 it consisted of just two general modules: one 10 credit 
module at level one, and a 20 credit module at level two. These modules were primarily didactic 
in nature, and declarative in assessment. This was complemented by an empirical dissertation 
in the final year of study. In 2016, however, there are now: two 10 credit modules at level one 
- µ,QWURGXFWLRQ WR VRFLDO UHVHDUFK¶ and µ'RLQJ VRFLRORJLFDO UHVHDUFK¶; two twenty credit 
modules at level two - µ'RLQJ TXDQWLWDWLYH VRFLRORJLFDO UHVHDUFK¶ and µ'RLQJ TXDOLWDWLYH
VRFLRORJLFDOUHVHDUFK¶; and, a dissertation module at level three.  
 
7KHUHZDVKRZHYHUDQLQWHUYHQLQJVWDJHRISURJUDPPHGHYHORSPHQWWKDWVDZDµPHWKRGVLQ
WKHRU\¶DQGµPHWKRGVLQSUDFWLFH¶VSOLWDWOHYHOWZRIRUDQRYHUYLHZVHH&ODUNHWDO
Following the success of the practice-based module, the decision was taken to develop the 
programme further by making both modules at level two largely inquiry-based. The 
GHYHORSPHQWRIµWKHPHWKRGVVSLQH¶WKDWQRZXQGHUSLQVWKHSURJUDPPHLVVXPPDULVHGLQ7DEOH
1.  
 
Table 1 0RGXOHVZLWKLQµWKHPHWKRGVVSLQH¶ 
 
 2002-2009 2010-2013 2014-Present 
LEVEL 
ONE 
Ɣ Introduction to 
Social Research 
Ɣ Introduction to 
Social Research 
Ɣ Doing 
Sociological 
Research  
Ɣ Introduction to 
Social Research 
Ɣ Doing 
Sociological 
Research  
LEVEL 
TWO 
Ɣ Social Research 
Methods 
Ɣ Social Research 
Methods 
Ɣ Social Research 
Practice 
Ɣ Doing 
quantitative 
sociological 
research 
Ɣ Doing qualitative 
sociological 
research 
LEVEL 
THREE Ɣ Dissertation Ɣ Dissertation Ɣ Dissertation 
 
Currently, all modules within the spine are predominantly inquiry-based in design and the 
development of research, communication, and wider skills are progressively sequenced in both 
scope and depth over the length of the course. The assessments for these modules currently 
include: project reports, research posters, dissemination websites, reflexive journals of the 
research process, oral presentations, and research proposals. Formative tasks also include 
literature searching tasks and submitting applications to ethical review boards. Working both 
individually and as part of a team, and culminating in a 15,000 word empirical dissertation, our 
single honours students will have completed a total of five research projects by the time they 
graduate.  
 
Building on declarative and functioning knowledge of research design and research process at 
level one (see Biggs, 1996), the specific techniques of quantitative provision are developed at 
level two in the module Doing quantitative sociological research. The main aim of this module 
is to provide students with a theoretical and practical foundation for conducting independent 
quantitative social research. Assessment consists of a group-based research poster that uses 
student-generated survey data to respond to a specific research brief, and an individual project 
report based on the analysis of secondary data provided by the ESDS. Teaching material 
consists of a variety of student-directed lectures, seminars, workshops, multiple-choice 
questionnaires, and a series of bespoke inquiry-based workbooks to support the development 
of quantitative skills. It is these workbooks that are the main focus of this paper. 
 
7KHZRUNERRNV LQWHJUDWHDQXPEHURIZRUNHG µE\-KDQG¶H[DPSOHVGUDZQIURPWKHGDWDVHWV
provided by the ESDS, whilst DOVRSURYLGLQJDµVWHS-by-VWHS¶JXLGHWRDQDO\VLQJWKHGDWDXVLQJ
PASW (IBM SPSS), a computer programme utilised to analyse quantitative datasets. They are 
GHVLJQHGWREHµQDUUDWLYH¶UDWKHUWKDQPDWKHPDWLFDODQGDLPWRHQVXUHWKDWVWXGHQWVXQGHUVWDQG
the principles of specific quantitative methods, before developing the ability of students to use 
them for research purposes. The five workbooks cover a range of techniques that novice 
researchers need in order to develop and carry out introductory quantitative projects. These 
LQFOXGH µ5HVHDUFK 5DWLRQDOHV 5HVHDUFK 4XHVWLRQV DQG 5HVHDUFK +\SRWKHVLV¶ µ'HVLJQLQJ
9DULDEOHVDQG8QGHUVWDQGLQJ/HYHOVRI0HDVXUHPHQW¶µ'HVFULELQJ'DWD¶µ8VLQJ&KL-Square, 
3KLDQG&UDPHU¶V9¶DQGµ$JXLGHWRDQDO\VLQJGDWDXVLQJ3$6:,%06366¶7KH\KDYH
been designed to provide a comprehensive introduction to the key skills necessary to undertake 
quantitative work, and many of the ideas that underpin more advanced analysis. Indeed, with 
the knowledge that many undergraduate students need to develop confidence in handling 
quantitative data, we specifically chose to integrate non-parametric tests into the workbooks 
because of their verisimilitude with respect to introducing statistical ideas and interpretation. 
 
Innovatively, these workbooks have been developed in two stages, and alongside two groups 
of students who were encountering social statistics for the first time. Indeed, engaging students 
in the design, integration, and development processes of embedding the workbooks within an 
aligned methods curriculum has been especially helpful in developing an inquiry-based 
approach to the development of quantitative skills. The cycle of evaluation and development 
are detailed below. 
 
Methodology  
 
Evaluation within any module or programme can take many forms. Whilst both informal 
conversations with students, attendance, assessment outcomes, and critical reflection are a 
staple of the reflexive practitioner, the analysis presented below specifically highlights the use 
of two methods of formal evaluation that have been used in the development and integration 
of the workbooks within the methods spine. Firstly, two focus groups were used to explore 
VWXGHQWV¶H[SHULHQFHRIWKHTXDQWLWDWLYHZRUNERRNVDQGRSLQLRQVDERXWTXDQWLWDWLYHUHVHDUFK
methods more generally. Secondly, we analysed student evaluation data prior to and following 
the changes to the sociological methods spine at the University of Sheffield. Adopting a 
pragmatic approach to methodological choice and combining the use of both qualitative and 
quantitative methods means that the strengths of one method essentially assist in compensating 
for the weaknesses of another (Denzin, 1978). 
 
The first focus group was conducted early in 2010 with six level 1 undergraduate sociology 
and social policy students. These students were asked about their experiences and expectations 
of quantitative research and the quantitative workbooks which were being developed to 
ultimately be introduced into the curriculum. They were also asked to provide written thoughts 
on quantitative methods before reading the workbooks. Written feedback from the students, in 
addition to the comments in the focus group, enabled us to refine the workbooks in accordance 
with their experiences. The first four workbooks were then utilised in the core sociological 
VWXGLHV UHVHDUFKPHWKRGVPRGXOH µ6RFLDO5HVHDUFK3ULQFLSOHV¶ZKLFK WRRNSODFH LQ WKH ILUVW
semester of level two in 2010-11. The final workbook - that detailed how to use PASW/SPSS 
- ZDVGHOLYHUHGLQWKHPRGXOHµ6RFLDO5HVHDUFK3UDFWLFH¶ 
 
The original workbooks were subsequently redesigned in 2013-14 and their content updated 
with the assistance of Higher Education Academy funding. They were also expanded to include 
new sections and further tasks for students. In addition, another workbook was developed 
focusing on the use of secondary datasets and incorporating ESDS datasets. Once again five 
students were recruited to participate in the project. These were level one students with limited 
previous research methods experience, and no experience of working with PASW/SPSS. They 
were asked to work through the newly redeveloped workbooks and provide feedback on both 
content and the tasks. A subsequent focus group was conducted where they were asked about 
their opinions about quantitative research and the value of the workbooks themselves. 
Following some amendments, the redesigned workbooks were introduced into the curriculum 
in 2014-15. 
 
The focus groups enabled the students to express their own views and interpretations of the 
workbooks in detail, and their views on quantitative research methods more generally. They 
are especially useful in providing a detailed, contextual and multi-layered interpretation of a 
particular social problem or social group (Mason, 2002). They lasted approximately one and a 
half hours, and participants were selected as a result of recommendations by graduate teaching 
assistants regarding their reliability in terms of attendance. As evidenced by their student 
record, the student collaborators covered a range of abilities (relative to the institution). The 
students were recruited through the use of a personal email asking them if they were willing to 
take part in the research. Participants received payment for testing the workbooks and 
attendance at the focus group. The focus groups were recorded, transcribed and pseudonyms 
employed. 
 
The process of data analysis that is presented below focused on identifying themes employing 
an open, axial and selective coding process advocated by Strauss and Corbin (1990). Open 
FRGLQJ HQWDLOV WKH LQLWLDO FRGLQJ RI VHQWHQFHV RU SDUDJUDSKV XVLQJ µDQDO\WLF PHPRV¶ $[LDO
coding was then employed to collapse categories with similar semantic meaning derived from 
open coding (Taylor-Gooby, 2005). The selective phase of coding involved a return to the data 
to clarify at a higher level of abstraction the significance and scope of the themes emerging 
during axial coding. These key themes were used to assist in the organisation of the findings. 
Due to the limited sample size and strategy, theoretical saturation cannot be assumed. The study 
is therefore illustrative rather than extensive, with quotes and examples utilized to indicate the 
themes identified. The strength of this approach, however, is in developing a rich 
³XQGHUVWDQGLQJ RI processes, motivations, beliefs and attitudes than can be gained from 
TXDQWLWDWLYHUHVHDUFK´5RZOLQJVRQ µ0RGHUDWXP¶JHQHUDOLVDWLRQVFDQEHGUDZQ
from the data which resemble modest, pragmatic generalisations drawn from personal 
experience whiFKEULQJD³VHPEODQFHRIRUGHUDQGFRQVLVWHQF\WRVRFLDO LQWHUDFWLRQ´3D\QH
and Williams, 2005: 297). They can provide powerful illustrations of the kinds of trends which 
emerge from the data and are particularly useful when placed within the context of previous 
research findings.  
 
The quantitative elements of the evaluation entailed the use of student evaluation feedback. 
This involved exploring the student evaluation scores prior to and following the introduction 
of IBL methods, including the workbooks in the methods teaching, in sociological studies (pre 
and post 2010-11). The analysis is limited by the fact that student evaluation data was not 
available for all of the years, either because the information had not been collected or the data 
has simply been lost. The number of respondents was not always available, but figures were 
only collected when there were at least 25 respondents. Furthermore, the fact that the questions 
asked in the surveys changed at certain points presented a challenge. However, two questions 
did remain broadly the same and we present these as a point of comparison. The first is 
associated with enjoyment/interest in the methods module. The second was concerned with 
satisfaction with the course.  
 
Findings 
 
The findings presented below offer insight into both developing resources that help to enable 
inquiry-EDVHGDSSURDFKHVWRTXDQWLWDWLYHUHVHDUFKDQGVWXGHQWV¶XQGHUVWDQGLQJVRITXDQWLWDWLYH
research more generally. Indeed, in the process of exploring the impact of developing and 
evaluating quantitative provision, a number of themes were developed that are presented and 
discussed below. These include: expectations of quantitative research; usefulness of 
TXDQWLWDWLYHWHFKQLTXHVLQVRFLRORJ\DQGVRFLDOSROLF\WKHYDOXHRIPDNLQJµTXDQWV¶DFFHVVLEOH
statistics, stereotypes, and structural impediments; learning through doing and IBL; and, 
students as partners. Results extracted from student evaluation forms are then presented and 
discussed. 
 
Expectations of quantitative research 
 
The information we received from the students prior to engaging with the material is revealing 
ZLWKUHVSHFWWRWKHLUH[SHFWDWLRQVRIOHDUQLQJTXDQWLWDWLYHPHWKRGV)RULQVWDQFH)UDQ¶VLQLWLDO
comments (2013) about her involvement in the project are particularly LQGLFDWLYHRIDVWXGHQW¶V
attempt to understand statistics for the first time: 
 
³My current level of ability in the area of quantitative research is relatively low and in a 
IRUPDWLYHVWDJH , IHHO WKDW WKH OLWHUDWXUHVXUURXQGLQJµGRLQJTXDQWLWDWLYHUHVHDUFK¶ LVRIWHQ
quite inaccessible and dry, and I am not a natural mathematician´ 
 
This notion of not being very competent at mathematics was a common theme. For instance, 
(OOLHDOVRVWDWHG³I think that most students who do sociology that I know struggle with 
thinking mathematically, which puts them off wanting to do anything with statistics because it 
VHHPV D ELW FRPSOLFDWHG´. Across both focus groups there was a general consensus - and 
concern - that learning and teaching should be targeted accordingly and provided at a suitable 
OHYHO³I feel that in order to consider conducting a quantitative social research it would be 
HVVHQWLDO IRU VWXGHQWV WR OHDUQ WKH EDVLFV LQ WKH VLPSOHVW IRUP´ (Sarah, 2013). It was this 
disjunction between perceived ability and level of expectation required that caused some 
anxiety for students - DV.D\SRLQWHGRXW³quantitative methods was something I was 
ZRUULHGDERXW´. Fran elaborated that this anxiety can quickly turn to indifference: 
 
³«from speaking to my peers, I know that many people feel intimidated by certain quantitative 
methods unless they come from a mathematical background. Often that lack of confidence leads 
WRLQGLIIHUHQFHDQGDORVVRILQWHUHVWLQWKHVXEMHFWPDWWHU«7KHOLWHUDWXUHVXUURXQGLQJVRcial 
research methods are not always easy to read and understand - especially when numbers 
become involved - meaning people are often averse to learning about quantitative methods 
)UDQ´ 
 
Indeed, where material is not presented in an appropriate manner, or where it is not linked to 
WKHVWXGHQWV¶GLVFLSOLQHPDQ\VWXGHQWVDUHOLNHO\WRDJUHHZLWK/LQGD¶VDVVHUWLRQWKDW
³TXDQWLWDWLYHUHVHDUFKLVDELWERULQJ´. Indeed, this lack of interest in quantitative methods has 
been commonly cited in the social sciences (Irvine et al., 1979; MacInnes, 2012). 
 
The usefulness of quantitative techniques in sociology and social policy 
 
Despite the tendency for students to worry about undertaking quantitative methods, especially 
DVDUHVXOWRIDODFNRISUHYLRXVSRVLWLYHH[SRVXUHWKHUHZDVFHUWDLQO\HYLGHQFHRIVWXGHQWV¶
awareness of the importance of quantitative methods in their own studies, and in their overall 
understanding of sociology more generally. Prior to completing the workbooks, our focus 
group students felt that they lacked the skills to conduct their open independent quantitative 
research. However, they clearly thought that developing these skills would be a good idea as it 
would enhance their functioning knowledge and experience: 
 
³I think I would find it difficult to conduct a project from start to finish, because I have a lack 
of experience in conducting a project independently. I would like to learn more about the 
SURFHVVHVUHTXLUHGDV,WKLQNLWZRXOGEHXVHIXOIRUFRQGXFWLQJP\RZQUHVHDUFK´ (Al, 2013). 
 
Elsewhere Ellie (2013) pointed out that whilst she recognised that ³WKHZKROHPDWKVWKLQJSXWV
PHRIIDOLWWOHELW´, this was balanced by a healthy curiosit\WKDWOHGKHUWREHOLHYHWKDW³it would 
EHJRRGWROHDUQPRUHDERXWTXDQWLWDWLYHUHVHDUFK´. Following completion of undertaking the 
ZRUNERRNV0LFNVLPLODUO\VWDWHGWKDW³...having knowledge of how to do quantitative 
research is quite good and reall\XVHIXO´, with Fran (2013) also eloquently recognising the 
overarching value of quantitative skills to her own arguments and research: 
 
³, ZRXOG OLNH WR OHDUQ PRUH DERXW TXDQWLWDWLYH UHVHDUFK DV TXLWH RIWHQ LQWHUHVWLQJ DQGRU
relevant facts within sociology that support points both in my own essays and within general 
reading are of a quantitative statistical nature. Whilst I often feel more drawn to learning about 
and carrying out qualitative research in sociological sense, it seems sensible to use mixed 
methods research techniques to fully support ideas or theories. Sometimes quantitative 
methods are the key way to investigate certain phenomena´ 
 However, she went further to articulate the value of understanding quantitative material more 
generally (c.f Gorrard, 2013): 
 
³DQDO\VLQJ µHDV\ WR GLJHVW¶ VWDWLVWLFV DQG TXDQWLWDWLYH ILQGLQJV LV YLWDO WR EUHDNLQJ GRZQ
common misconceptions which is integral to sociology ... learning more about quantitative 
research would be essential to being successful within this course and learning more about 
sociology and society in general´ 
 
Against the popular stereotype, what is important to recognise here is that the students did not 
LGHQWLI\WKHPVHOYHVDVSDUWLFXODUO\µDQWL-TXDQWLWDWLYHUHVHDUFK¶:KLOVWWKH\GLGDFNQRwledge 
that they were generally more qualitatively oriented, they also recognised that quantitative 
research is important and they understood the need to engage with it ± if it is presented in a 
manner that is appropriate to their ability, confidence, and interest. Of course, the sample of 
VWXGHQWVSUHVHQWHGKHUHLVOLPLWHGDQGWKHUHLVOLWWOHGRXEWWKDWPLOLWDQWµDQWL-TXDQWV¶VWXGHQWV
do exist. However, resistance and relative indifference is not the same thing. Indeed, current 
understanding of the processes by which students make decisions about methodological 
interests and/or how and why they become disenfranchised with the idea of quantitative 
research is not particularly well articulated within the literature. 
 
Statistics, stereotypes and structural impediments 
 
That said, the focus group data does offer some hints at how statistical stereotypes are 
structurally reinforced. Indeed, whilst we have already highlighted the lack of widespread 
mathematics training and a fear of statistics among students in the social sciences, some 
interesting observations regarding the (purely didactic) teaching of quantitative research 
methods at A Level were explored within the interviews. Ellie (2013) for example noted how 
³at A Level they put quite a negative spin on quantitative data ... at A Level we just did pluses 
DQGPLQXVHVRIXVLQJTXDQWLWDWLYHPHWKRGVEXWQRWKLQJSUDFWLFDO´. In spite of the fact that the 
GDWDSURYLGHGE\WKH8.'DWD6HUYLFHLVLQFUHGLEO\UREXVWWKHSUREOHPVRIµRIILFLDOVWDWLVWLFV¶
were often presented as being so problematic they were not really worth bothering with at all. 
Other participants also felt that the emphasis on quantitative research in A Level Sociology 
was largely about emphasising the negative elements of social statistics rather than their 
possibilities. Al (2013), for instance, stated that this often involved teachers developing lists of 
WKH³SURVDQGFRQV´RITXDQWLWDWLYHPHWKRGV- ZLWKWKH³FRQV´OLVWRIWHQDSSHDULQJIDUZHLJKWLHU
WKDQWKH³SURV´. This kind of purely didactic approach KDVREYLRXVLPSOLFDWLRQVIRUVWXGHQW¶V
level of engagement (Petress, 2008). Furthermore, the A level syllabi places very little 
emphasis on quantitative methods and it is possible for students to mostly avoid assessment in 
this area (Williams et al., 2016). 
 
This is certainly an area which needs further attention. Indeed, for our sociological students it 
would appear that the process of disenfranchisement is already well formed before they arrive 
at university, yet alone industry. Policies that are designed to support the development of 
TXDQWLWDWLYHNQRZOHGJHVXFKDV1XIILHOG¶V4-Step programme and the HEA's strategic priority 
on teaching research methods, are likely to be constrained by particular realisations of the A 
level syllabus that are derisory toward quantitative appreciation generally, and near non-
existent in terms of skill-development specifically. Conforming to wider popular stereotypes 
of maths and statistics, this means that those sociological students entering university are 
already someway predisposed to be critical of such methods. This is likely to lead to lower 
levels of engagement with quantitative research methods at university (Earley et al., 2014).  
 7KHYDOXHRIPDNLQJµTXDQWV¶DFFHVVLEOH 
 
Following the completion of the workbooks, however, the students in both of the focus groups 
were generally very positive about the workbooks and the contribution they had made to their 
knowledge, experience, and confidence. Using written and verbal feedback from them we 
found that all of the students involved in the project felt using the workbooks had substantially 
enhanced their quantitative knowledge and their ability to undertake a quantitative research 
project. Sarah (2013), for instance, suggested: 
 
³...[the]  books definitely enhanced my knowledge of quantitative social research and 
demonstrated new aspects of it and how it can be used in practice ... I was very pleasantly 
surprised with how student friendly these workbooks were and they definitely changed my 
attitude towards quantitative research and statistics´ 
 
Al (2013) similarly emphasised the importance of the sociological content of the workbooks: 
 
³I found it interesting because it was put into a sociological context, so there was some sort of 
relevance to it, and the sort of topics I am interested in were integrated into the statistics´ 
 
The relevance of the examples was also highlighted as an important factor by, Fran (2013) 
amongst others: 
 
³The information is rich and detailed without being over complicated. Examples that are 
UHODWLYH WR VWXGHQW¶V FXUUHQW OLIH H[SHULHQFH DUH XVHG ZKLFK FUHDWHV LQWHUHVW DQG DOVR JLYHV
LQVSLUDWLRQIRUWRSLFVRIUHVHDUFKUHOHYDQWWRVWXGHQWV¶OLYHV´ 
 
Indeed, the importance of relating the techniques of quantitative methods to areas of both 
student and disciplinary interest was clearly valued by all members of the focus groups. Not 
only did it make the material meaningful, it also enabled them to take ownership of the ideas 
that they chose to develop. Accessibility and relevance helped to facilitate the creativity needed 
to develop their own ideas and learning experiences.  
 
Learning through doing: inquiry-based learning 
 
Consolidation exercises are a constant pedagogical feature within the workbooks. Generally, 
these tasks encourage students to use the information they are learning about to develop their 
own interests and/or skills. They might be asked to construct a rationale for a particular topic, 
for instance, or analyse a table and compare their findings with an account offered in the book. 
These exercises were designed to both enable students to develop their own research interests 
DQGJLYHWKHPH[SHULHQFHRIWKHSURFHVVRIµGRLQJUHVHDUFK¶,QGHHGWKHH[DPSOHVXVHGZLWKLQ
the book are often aligned in that particular themes are repeated. So, for example, workbook 
two introduces the problem of measuring ethnicity, with workbook three exploring the 
UHODWLRQVKLSEHWZHHQHWKQLFLW\DQGµKRXUVZRUNHG¶DQGZRUNERRNIRXUH[SORULQJKRZHWKQLFLW\
DQGµIHDURIFULPH¶PLJKWEHDVVRFLDWHG7KLVHQDbles students to imagine the research as a 
µSURFHVV¶VRPHWKLQJWKDWZDVKLJKOLJKWHGE\WKHVWXGHQWV/LQGDIRUH[DPSOHQRWHG
WKDW³LWZDVJRRGWROHDUQDERXWKRZWRGRUHVHDUFK´ZLWK0LFNDGGLQJ³the idea of 
understanding why and where iW FRPHV IURP LV UHOHYDQW UDWKHU WKDQ MXVWH[HUFLVHV´. At the 
VDPHWLPHKHHPSKDVLVHGWKHYDOXHRILQTXLU\EDVHGOHDUQLQJPRUHJHQHUDOO\³I like to have 
WKHRSSRUWXQLW\WRZRUNWKLQJVRXW,OHDUQEHVWWKDWZD\´. As such, it was apparent that the 
student-centred approach to learning and teaching advocated by Levy et al. (2010) had a 
positive impact on student engagement. 
 
,QGHHGWKHRSSRUWXQLW\WRµSUDFWLFH¶ZDVGHHPHGWREHDXVHIXOZD\RIGHYHORSLQJTXDQWLWDWLYH
skills. For instance, Fran (2013) stated: 
 
³...in terms of experience of quantitative methods within sociological research these workbooks 
are effective as they provide simple exercises in order to practise methods that are previously 
RQO\DEVWUDFWWRWKHVWXGHQW´. 
 
Ruth (2010) similarly acknowleGJHG WKDW VKH ³would feel confident in undertaking a 
TXDQWLWDWLYH SURMHFW QRZ´. By providing students with opportunities to use quantitative 
methods in a manner which allowed them to focus upon their own areas research interest 
appeared to enhance their confidence. This was enhanced yet further by being able to follow a 
particular line of inquiry from start to finish. 
 
Students as partners 
 
Another feature of the development of the workbooks that was highlighted as beneficial by 
students in both sets of focus groups was the fact that they were able to make a difference in 
developing teaching resources. Indeed, the benefits of involving students as partners in the 
design and delivery of curricula are well recognised within the pedagogical literature (see 
Healey et al, 2014 for a review). Not only can it increase engagement and success, it has also 
been shown to: develop the knowledge and skills to support employability; foster a greater 
sense of belonging and community; change how teachers think about practice; and generate a 
deeper appreciation of contributing to an academic community (see Trowler, 2010 and HEA, 
2014b). These benefits were reflected across the focus groups with particular emphasis given 
to the fact that they were able to indicate which tasks and explanations were likely to work best 
DQGZKLFKQHHGHGDOWHUDWLRQV)RULQVWDQFH5XWKQRWHG³I wish we could have this kind 
of LQYROYHPHQW LQ WKHGHYHORSPHQWRI RWKHUPRGXOHV´ with Mick (2010) elaborating: ³first 
years usually just hand their work in, turn up to seminars and not say anything. People on my 
course were interested in what I was doing with the workbooks. It is nice to be involved in stuff 
OLNHWKLV´. Kay (2010) similarly highlighted how it elevated her learning experiences beyond 
EHLQJDSDVVLYHUHFLSLHQWRINQRZOHGJH³it's nice to not feel like we are just being told what to 
OHDUQDQGKDYHDVD\´. 
 
Student evaluation data 
 
Beyond the specifics of the focus group data, it is also evident that the workbooks were 
SRVLWLYHO\UHFHLYHGZKHQUROOHGRXWLQWRµWKHPHWKRGVVSLQH¶Prior to the introduction of the 
workbooks, module evaluation feedback for the level two PRGXOHµ6RFLDO5HVHDUFK0HWKRGV¶
LQGLFDWHG WKDW VRPH VWXGHQWV IHOW WKDW RQ FRPSOHWLRQ RI WKH PRGXOH WKH\ VWLOO ³ODFN>HG@
FRQILGHQFHLQWKHSUDFWLFDODSSOLFDWLRQRITXDQWLWDWLYHVNLOOV´ 
 
Indeed, the figures presented in Table 2 show the average score out of 4 (1 = strongly disagree 
to 4 = strongly agree) in relation to enjoyment/interest in the module and module satisfaction 
for several years prior to 2010-11 and post 2010-11.  
 
Table 2 Research methods module engagement and satisfaction (average mark out of 4) 
from 2002-3 to 2013-14 
Year Enjoyment/interest Quality/overall satisfaction 
 
2002-3 1.64 2.1 
2004-5 1.44 1.92 
2005-6 1.2 1.76 
2006-7 2.16 1.52 
2010-11 3.4 3.7 
2011-12 3.7 3.7 
2012-13 3.4 3.3 
2013-14 3.3 3.3 
Source: Module evaluation data 2002-3 to 2013-14 
 
Whilst we failed to locate the evaluation data for the periods 2007-2008, 2008-2009, and 2009-
2010, as detailed earlier, 2010-11 saw research methods provision within the programme 
increased from 20 to 40 credits in level 2, with an additional emphasis on inquiry based 
learning. This was also the time that the quantitative workbooks were introduced. 
 
It is evident from the table that the average scores in relation to the module feedback in relation 
to enjoyment/interest and module satisfaction increased considerably after the changes were 
implemented. For instance, in 2002-3 the average level of enjoyment/interest/engagement out 
of 4 was 1.64 compared with 3.4 in 2010-11. In fact, following the introduction of the 
workbooks, the average score has always been above 3 whereas it was only above 2 once in 4 
years prior to the introduction of the changes. The overall quality/satisfaction with the module 
showed similar trends improving from 2.1 in 2002-3 to 3.7 in 2010-11. Once again, following 
the changes to the teaching in 2010-11, the quality/overall satisfaction has not dropped below 
3. Before the changes, overall satisfaction was not higher than 2.1.  
 
7KHJHQHUDOFRQVHQVXVRILPSURYHPHQWLVVLPLODUO\UHIOHFWHGLQWKHµRSHQFRPPHQWV¶VHFWion 
of the evaluation forms that were made by students after the introduction of the workbooks. 
Not only did students comment on the helpfulness of the workbooks generally, they also 
KLJKOLJKWHGWKDW³OHFWXUHVZHUHEURNHQXSE\H[HUFLVHVGLVFXVVLRQVZKLFK makes them much 
PRUHLQWHUHVWLQJDQGXVHIXOLQVWHDGRIEHLQJOHFWXUHGDWIRUKRXUV´³JRRGLQWHUDFWLYHOHDUQLQJ
LQ OHFWXUHV´ ³LQWHUDFWLYH DVSHFWV DFWLYLWLHV - PDGH OHFWXUHV PRUH HQJDJLQJ´ ³, IRXQG WKH
H[DPSOHVJLYHQWRH[SODLQWKLQJVKHOSIXO³WKHPDWKHPDWLFVDVSHFWZDVH[SODLQHGYHU\FOHDUO\´
³WKHOHFWXUHUZDVYHU\HQWKXVLDVWLFDQGVLPSOLILHGPDWWHUVE\JLYLQJYHU\JRRGH[DPSOHVDQG
KDQGERRNV´³ZRUNERRNV JRRGLGHD´6RPHVWXGHQWVKDYHDOVRVRXJKWWRVSHFLILFDOO\GUDZ
attention to the type of learQLQJ WKDW WKH ZRUNERRNV HQFRXUDJH ³WKH ZRUNERRNVH[HUFLVHV
helped ± SUDFWLFDOEDVHGOHDUQLQJ´³LQTXLU\EDVHGOHDUQLQJ YHU\HIIHFWLYHEHWWHUWKDQOHFWXUH
EDVHG OHDUQLQJ :RUNERRNV YHU\ XVHIXO´ VHH $XWKRU IRU IXUWKHU DQDO\VHV RI WKH
effectiveness of the workbooks). 
 
Conclusion 
 
7KLVSDSHUGHVFULEHVWKHGHYHORSPHQWLQWHJUDWLRQDQGHYDOXDWLRQRIDVHULHVRIµVWXGHQW-OHG¶
inquiry-based quantitative workbooks within the methods spine of a sociology/social policy 
undergraduate degree. It outlines how the workbooks were constructively aligned within the 
generally. ,QGRLQJVRLWGHPRQVWUDWHVKRZDQµKROLVWLFFXUULFXOXPGHVLJQ¶DSSURDFKFDQHQDEOH
the development of a more coherent, and less fragmented, programme (Rust, 2000). The 
evidence presented within the paper highlights some of the benefits of using IBL approaches 
with respect to the learning of introductory quantitative methods, and offers some discussion 
of the barriers to learning. It also provides some insight into how students might be better 
engaged so they are in a position to respond to wider policy initiatives. 
 
There are, of course, some limitations of the evidence presented within the paper and the 
conclusions we can draw from it. Firstly, the size of the sample with respect to both the focus 
groups and student evaluations are limited. The extent to which both the ideas and the data 
presented will transfer elsewhere are likely to be constrained as a result. However, we would 
highlight that although the formal presentation of the data here is restricted, it does not 
contradict our own informal experiences of using the workbooks - either directly or indirectly 
- or the overall impression of their usefulness within the methods spine. Secondly, our approach 
to teaching research methods generally, and quantitative techniques specifically are also 
located within one department in one very particular institution. As a result, any conclusions 
drawn are not likely to be exhaustive of all student opinion about the learning and teaching of 
quantitative across the gamut of sociology/social policy programmes, yet alone the social 
sciences more generally. Further work needs to be done to more fully assess the barriers to 
quantitative social science specifically, and the processes by which students become 
GLVHQIUDQFKLVHGZLWKµTXDQWV¶PRUHJHQHUDOO\ 
 
Thirdly, the methods by which we have evaluated the workbooks, and the programme more 
generally, has been emergent rather than specifically planned. This is, perhaps, an inevitable 
result of the limitations of both the relatively slow moving nature of higher education 
institutions and the time it takes to develop and integrate material into a three-year long degree. 
Similarly, we recognise the limitations of relying on student feedback. However, we would 
suggest that any approach to teaching and learning needs to be tempered with the continuous 
development of knowledge, experience, and feedback. The practical requirements of teaching 
within a higher education context rarely affords the opportunity of experimental approaches to 
evaluation, and the speed at which opportunities for pedagogical development occur often 
mean that more rigorous designs are difficult to anticipate. EquaOO\ZHNHHSLQPLQG:LOOLDPV¶
HW DO  VXJJHVWLRQ WKDW WKH SXUVXLW RI VWXGHQW IHHGEDFN LV QRW WKH µEH DQG HQG DOO¶ RI
evaluating quantitative provision. After all, feedback can always be made better by telling 
students what they want to know, or giving them the assessments they can already do. 
+RZHYHUZKLOVWVWXGHQWVGRQRWQHFHVVDULO\UHFRJQLVHRUOLVWHQWRRXUµFRQQHFWHG¶QDUUDWLYHV
of tasks and assessments within the context of the methods spine, we would again seek to 
highlight informal feedback that suggests our students do, when they receive their dissertation 
mark and beyond, acknowledge the usefulness of the curriculum they have studied within. This 
LVQRWDQH[KRUWDWLRQWRµWUXVWXV¶,WLVKRZHYHUDUHFRJQLWLRQWKDWERWKFXUULFXOXPGHOLYHry 
and evaluation is a situated practice that requires continuous reflection with respect to 
practitioner experience, student feedback, and the pedagogical literature. It is also to add to 
JURZLQJ HYLGHQFH WKDW µSUREOHP-EDVHG SHGDJRJLHV¶ - of which IBL is a part - increase 
educational gain over and above purely didactic approaches to learning and teaching. 
 
Indeed, this paper is important for a number of reasons. Firstly, it highlights that understanding 
the perspective of students does matter with respect to teaching introductory quantitative 
statistics. This means communicating with them in a manner that is familiar to them, and giving 
them the opportunity to shape the curriculum to their own interests so they can take ownership 
over their learning choices. This is also a recognition that one size is unlikely to fit all. There 
are many subtle differences within student cohorts and between departments, universities, and 
disciplines. This is not the same as downplaying the importance of inquiry-based learning, 
active-learning strategies, or problem-based pedagogies. It is, however, to note that the 
realisation of these approaches, need to be tailored to the particular audience in question. 
Secondly, the paper also highlights that whilst the popular stereotype of students who are 
µUHVLVWDQW¶WRTXDQWLWDWLYHPHWKRGVPLJKWKROGVRPHZHLJKWLWLVQRWDQDWXUDOVWDWHRIEHLQJ
nor is it inevitable. Instead, general indifference is likely to be due to a process of 
disenfranchisement that happens before and during their engagement with university. As a 
result, we need to be careful that we are not simply treating the symptoms and instead begin to 
look beyond, and engage with, those factors that influence the processes by which students 
encounter research methods generally, and quantitative research specifically. Finally, we 
would seek to highlight the importance of meaningfully engaging with students as partners in 
the process - and it is a process - of designing, integrating, and evaluating material relating to 
the learning and teaching of introductory quantitative social science.   
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